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Abstract

This study examined whether there were statistically significant differences in the level
of expression of certain stress coping strategies during exam-taking among students. What
was also tested was the correlation of coping strategies with the satisfaction with one’s
performance on the written exam, and also whether certain exam coping strategies and
satisfaction with one’s performance could be statistically significant predictors of the grade
students obtained on the exam. The sample included 111 students (28 male and 83 female)
attending the second year of the Pedagogical Faculty in Vranje. Before the written exam,
the students completed the o scale from the KONG test battery, which served as a measure
of anxiety. The main idea in applying this scale was to assess whether students appraised
the upcoming exam as a source of stress. Immediately after they finished the exam, they
were given the Coping with test situation scale. In the end, the students were asked to rate
how satisfied they were with their performance on the previously completed written exam.
The results of ANOVA with repeated measures have shown that there was a statistically
significant difference regarding the level of expression of certain stress coping strategies
during the exam, where the most prominent was the problem-focused one. Satisfaction
with one’s performance on exam was in the statistically significant negative correlation
with emotion-focused and imagination/distraction coping strategies. Statistically significant
predictors of students’ grades proved to be the satisfaction with their own test performance
and imagination/distraction coping strategy. Although the results indicated that the
problem-focused coping strategy is the most prominent one, the imagination/distraction
coping strategy is the one that had the most influential negative impact on the exam
performance.

Key words: stress coping strategies, exam situation, exam successfulness, problem-
focused coping strategy.

CYOYABABHE CA HCITMTHOM CUTYALITJOM
N YCIHEHTHOCT CTYAEHATA HA UCITUTY

AnCTpaKkT

[nsb oBOr MCTpaXkMBamba OHO je J1a ce Ha y30pKY CTyZACHATa MCIIMTA MOCTOjame CTa-
THCTHYKH 3HA4ajHUX Pa3jMKa y CTENeHy M3PaKEHOCTH MOjeIUHNX CTpaTertja CyouaBamba



1246

ca CTpecoM M3a3BaHMM HCIIMTHOM cUTyarjoM. Takobe je mcrmraHa u Kopenarwja n3mehy
CTpaTeruja cyoJaBama ca CTPECOM H 3aJI0BOJBCTBA COIICTBEHMM HOCTUTHYheM Ha HCIIHTY,
Kao U TO Ja JIM TIOjeINHE CTpaTerrje CyodaBarma ca CTPECOM H 33JJ0BOJECTBO COIICTBEHUM
MOCTHTHYeM Ha HCIUTY MOTY OWTH CTaTHCTUYKHM 3Ha4YajHU TPEAUKTOPH OICHE KOjy je
CTyIeHT JOOHO Ha HCIUTY. Y30pKoM je oOyxBaheno 111 cryzmenara apyre roguse Ilena-
rouikor (akynrera y Bpawby, npu yemy je 28 cTyaeHaTta MyLIKOT 1ona, a 83 CTyIeHTa je
JKeHckor noja. Kao mepa ankcnozHocTH KopuiheHa je a-ckana u3 KOH6 Garepuje, kojy
Cy CTYJICHTH IIOIyHUJIM HEMOCPEAHO Npe MUCMeHor ucnuTa. Ha ocHOBY pesyirara no6u-
JEHHX Ha OBOj CKaJIH, MCITUTAaHO je [1a JIU Cy CTYJEHTH NPOLEHIIH NpecTojelly HCIHTHY
CHTyanujy Kao u3Bop crpeca. HakoH 3aBpieHor ucnmra, cTyaeHTHMa je 3amara Ckana cy-
OYaBara ca MCIIUTHOM cHUTyaljoM. Ha kpajy, cTyneHTH cy noOwimm 3aiatak aa mporeHe
KOJIVKO Cy 3aJI0BOJGHH THME KaKO Cy ypaJyiv IMCMEHN UCTUT. Pe3ynratn AHOBe ca mo-
HOBJbCHHM MEPCH-EM YKA3aJIM Cy Ha MOCTOjalbe CTATUCTUYKY 3HAYajHUX PaslHKa y U3pa-
JKEHOCTH TI0j€IMHUX CTpaTeruja CyouaBama ca CTPECOM Y UCIHUTHO] CUTYalUjH, IPH YeMy
je Haju3pakeHHje OMIo cyouaBame ycMepeHo Ha mpobiem. Ilokazano ce u ma je 3amo-
BOJBCTBO CTYZICHATa TUME KAKO Cy YPaJiIi MMCMEHH HCIIUT Y CTaTHCTUYKU 3HAYajHO] He-
TaTHBHO] KOpENaliji Ca CyouyaBameM KOje je YCMEpPEHO Ha EeMOIHMje M CyOuaBameM
MallTame/IucTpaknyja. Kao crarrcTidky 3Ha4ajHU MPEAUKTOPH OLICHe Ha HCIUTY TIOKa-
3aJIM Cy Ce 3aJ0BOJBCTBO ypal)eHUM Ha WCIUTY M CTpaTerwja CyodaBar-a MallTarmba/Iu-
crpakija. Moryio 6u ce pehin 1a, Mako Cy pe3yNiTaTd yKasald Ha TO Jia je CyodyaBambe
yCcMepeHO Ha poOIiieM Haji3pakeHHje KOJI CTyIeHaTa, CyO4YaBamke MallTamke/IMCTPAKLIHja
j€ OHO KOje MMa HajHEraTUBHHjU YTULA] Ha ycrieX (Cy0jeKTUBHO M 00jEKTUBHO IPOLICHEH)
Ha VICTIUTY.

Kibyune peun: crpareruje cyodaBama ca CTpecoM, UCIIMTHA CHTYyallHja, yCIex Ha

HCINTY, CyOo4aBarbe YCMEPEHO Ha IpodIieM.

INTRODUCTION

Stress and anxiety, but especially strategies that people use in order
to cope with them, are important factors that in many ways determine the
performance and achievement in various fields of everyday life. Depending
on their theoretical orientations, different authors explain stress in different
ways. Currently, the most prominent models are oriented on the transaction
processes between the person and their environment in stressful situations.
According to Calsbeek, Rijken, Bekkers, Van Berge Henegouwen, and
Dekker (2006), most studies on coping with daily stressors and problems use
the transactional model of Lazarus and Folkman as a frame of reference.

Lazarus and Folkman (e.g. Folkman & Lazarus, 1988; Lazarus, 1999;
Lazarus & Folkman, 1984; Lazarus & Folkman, 1987) proposed one of the
most comprehensive theories of stress and coping — the Transactional theory
of stress and coping. Lazarus (e.g. Lazarus, 1999) explains that stress
represents a product of a transaction between an individual (including
multiple personal systems) and his or her complex environment (Lazarus &
Folkman, 1984). Events or situations are not inherently stressful — an
individual’s subjective judgment of the situation as threatening or harmful is
what defines a stressor. In other words, how an individual appraises a stressor
determines how he or she copes with or responds to the stressor (Folkman &
Lazarus, 1988; Lazarus & Folkman, 1987).
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Stress coping implies a process of cognitive appraisal to determine
whether an individual believes he or she has the resources to respond
effectively to the challenges of a stressor or change (Folkman & Lazarus,
1988; Lazarus & Folkman, 1987). According to Compas, Connor-Smith,
Saltzman, Thomsen, and Wadsworth (2001) the most widely cited definition
of coping is that of Lazarus and Folkman. Lazarus and Folkman (Lazarus &
Folkman, 1984, p. 141) defined coping as:

constantly changing cognitive and behavioral efforts to manage
specific external and/or internal demands that are appraised as
taxing or exceeding the resources of the person.

Their model of stress appraisal includes primary, secondary, and
reappraisal components (e.g. Lazarus & Folkman, 1984).

In the primary appraisal, a person determines whether an encounter is
irrelevant, benign-positive, or stressful. Stressful appraisals are characterized
by threat, challenge, or harm-loss (e.g. Folkman & Lazarus, 1985; Folkman,
Lazarus, Dunkel-Schetter, DeLongis, & Gruen, 1986).

Primary appraising has to do with whether or not what is happening
is relevant to one's values, goal commitments, beliefs about self and
world, and situational intentions (Lazarus, 1999, p.75).

Among them, Lazarus claims that goal commitment is the most
powerful factor in determining actions. In the secondary appraisal, the
person evaluates whether he or she can cope with the perceived change
adequately.

Secondary appraising refers to a cognitive-evaluative process that is
focused on what can be done about a stressful person-environment
relationship, especially when there has been a primary appraisal of
harm, threat, or challenge (Lazarus, 1999, p.76).

Two major functions of coping are determined as problem and
emotion-focused. In their research on a middle-aged community sample,
Folkman and Lazarus (1980) found that Problem-focused coping was used
more frequently in encounters that were appraised as changeable, and in
those appraised as unchangeable, emotion-focused coping was used more
frequently. If the individual does not believe in having the resources to
respond to the challenge or feels a lack of control, he or she is most likely
to turn to an emotion-focused coping response, state Lazarus and Folkman
(1984). On the contrary, if the person believes in her/his own resources to
manage the challenge, he or she will usually develop a problem-focused
coping response. In that way, according to Lazarus and Folkman (1984),
the function of coping responses is to extenuate negative emotions
provoked by a stressful situation or to act on the stressors and their source.
Some of the strategies or responses in the problem-focused coping domain
are defining the problem, seeking information, planning, finding possible
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solutions, putting effort and trying to change circumstances that are the
source of stress. Emotion-focused coping involves strategies such as
avoiding the source of stress, positive reappraisal and seeking social support.
Nevertheless, Lazarus and Folkman (1984) assume that both strategies could
be helpful in managing stress in the same situation and that person can use
the same strategies in different situation or even in the different phases of a
single stressful situation, i.e. “No universally effective or ineffective coping
strategy exists ” (Lazarus, 1999, p. 111).

After Lazarus and Folkman developed their model and associated
measure, new theoretically and factor-based classifications emerged. For
example, Endler and Parker's (1990) measure of coping consists of three
subscales. Beside the above-mentioned problem-focused and emotion-
focused, there is the avoidance-oriented coping. This strategy includes either
the use of person-oriented or task-oriented strategies aimed to circumvent or
avoid stressful conditions. Further, Moos, Brennan, Fondacaro, and Moos
(1990) reasoned that researchers have used two main conceptual approaches
to classify coping responses. One of them emphasizes the focus of coping
(problem or emotion-focused), and the other one is concerned about the
method of coping (cognitive or behavioral). The authors combined these two
approaches and proposed four sets of coping responses: approach-cognitive,
approach-behavioral, avoidance-cognitive, and avoidance-behavioral. More
recently, Zuckerman and Gagne (2003) developed an inventory of coping
strategies (R-COPE) and based on the factor analysis found five dimensions:
self-help, approach, accommodation, avoidance, and self-punishment.

Folkman and Lazarus (1985) additionally proposed criteria that must
be fulfilled in order to study coping as a process. First, coping must be
examined within the situational specific context. Next, it is important to
investigate what a person actually does, not what the person usually does, or
would do, and finally, in order to examine changes in coping over time as the
event unfolds, multiple assessments are required. Considering the numerous
studies on a subject of coping strategies and its measures, it could be noticed
that the measures of coping with specific stressful situations are very rare,
states Loncari¢ (2006). He further explains that the majority of the scales
developed for studying stress in a school context are mainly various scales
constructed as measures of adult coping with a wide range of different,
nonspecific situations. On the other hand, there are also instruments
constructed in that way that changing test instruction also means changing its
purpose. However, according to Loncari¢ (2006), there are few scales, like
Sori¢’s (2002) Coping with test situation scale, that are context-specific.

Sori¢ herself (2002) claims that among numerous scales developed
for measuring coping with different kinds of situations, none of them is
purposefully constructed to asses coping in the specific school situation of
written knowledge examination. For that purpose, she developed Coping
with test situation scale and based on the factor structure analysis extracted
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for subscales: emotion-focused, problem-focused, imagination/distraction,
and assistance seeking. The problem-focused strategy involves activities
aimed to manage or solve the problem and directly act on the perceived
stressor — in this case by concentrating on the exam questions, careful
deliberation, and planning. The emotion-focused strategy involves tendencies
to reduce emotional distress and maintain satisfactory internal state for
processing information and actions. Imagination/distraction coping strategy is
similar to Endler and Parker’s (1990) description of avoidance-oriented
coping by task-oriented strategies (or engaging in non-relevant tasks). The
assistance seeking subscale, as the name implies, means that students seek
help from external sources — mostly the usage of illegal means (like copying
from others).

According to Sori¢ (1999), one of the most common evaluative
situations in which individual achievement is continuously evaluated and
judged according to the program criteria, is the school situation. Since
these criteria are most frequently the basis of selection, they function as a
“filter” for advancing the successful students, and for “blocking” those
who have not succeeded. In this way, they have serious implications for
an individual and his/her future.

When faced with stressful assessment situations, in order to cope,
students use strategies with different levels of effectiveness. Some of
them lead students to study and work toward their goals effectively, deal
with the stress of assessment, and achieve positive outcomes, while others
lead students to more ineffective study strategies, and maladaptive behaviors
such as procrastination and avoidance. Doron, Stephan, Boiché, and Scanff
(2009) summarize the results of past studies on different kinds of strategies
that students use to face exam-related stress. According to them, these
strategies can be categorized as problem-focused, involving activities
cantered on changing the stressful situation or emotion-focused, involving
activities focused on modifying one's reactions to stressful situations (e.g.
positive reinterpretation). Here, in general, problem-focused coping
responses Yyielded more positive outcomes, and certain emotion-focused
coping responses have been viewed as maladaptive because they may
lead one to disengage from the task.

Struthers, Perry, and Menec (2000) in their research found that
lower grades were associated with greater academic-related stress. Genc
(2017) found that coping mechanisms proved to be direct predictors of
academic success. Coping strategies of planning and seeking social support
for instrumental purposes have also been proven to be significantly related to
self-efficacy, at least among first-year undergraduate students (Devonport &
Lane, 2006). Moreover, Crego, Carrillo-Diaz, Armfield, and Romero (2016)
in their research found that rational coping strategies were positively and
emotional coping strategies negatively associated with students’ exam-
related self-efficacy and also, those students who perceived themselves as
more efficient in completing examinations reported better grades.
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According to Cohen, Ben-Zur, and Rosenfeld (2008), setting clear
goals, focusing one’s attention, and increasing efforts to avoid errors
while solving problems (all of which are forms of active task-focused
coping) regularly display a direct positive correlation with better exam
achievement. The results of their research showed that problem-focused
coping contributed positively to performance on the test, and avoidance
coping adversely affected test grades. Stober and Pekrun (2004) additionally
explain the reason why the test coping strategies deserve to be examined
more thoroughly — inappropriate coping strategies used by students could
often mask their real potential.

AIMS

For the current research, the following goals were set. First, to
investigate whether there was a difference in the level of expression of certain
exam coping strategies among students. The correlation of coping strategies
with satisfaction with one’s performance on the written exam was also tested.
Finally, it was examined whether certain exam coping strategies and the
satisfaction with one’s performance could serve as statistically significant
predictors of the grade students obtained on the exam.

METHODS
Participants and Procedure

The sample included 111 students (28 boys and 83 girls) in the
second year of the Pedagogical Faculty in Vranje. Before the written
exam started, students had been given the o scale form the KONG battery
as a measure of anxiety. The main idea in applying this scale was to
assess whether students appraised an upcoming event as a source of
stress. Immediately after they had completed the written exam, students
completed the Coping with test situation scale. In the end, students were
asked to, rate (on the scale from 1 to 5), how satisfied they were with
their performance on the previously completed written exam.

Instruments

The Coping with test situation scale (Sori¢, 2002) consists of 25
items, which served to measure four coping strategies subscales: emotion-
focused (7 items), problem-focused (8 items), imagination/distraction (7
items) and assistance seeking (3 items). Based on her sample, Sori¢ reports
that the internal consistency for each of the four subscales was satisfactory.
The assessment of the internal consistency on the current sample showed that
it was also acceptable. Cronbach’s alpha was measured at .81 for the
emotion-focused subscale, at .79 for both the problem-focused and
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imagination/distraction subscales and at .69 for the assistance seeking
subscale.

The a scale from the KON6 test battery (Momirovi¢, Wolf &
Dzamonja, 1992) consists of 30 Likert type scale 5-point items (Cronbach's
alpha = .92). Alpha is one of the six systems that regulates an individual’s
functioning and represents the System for the regulation of defense
reactions. The results of dysfunction of this system are different modalities
and symptoms of anxiety (Momirovi¢, Horga, & Bosnar, 1982; Momirovic,
Horga, & Bosnar, 1984). One of the main reasons for choosing this scale as
an instrument for measuring anxiety in the current research is the fact that it
has already been standardized for the Serbian population.

RESULTS

Results on the level of expression of anxiety on the current and
normative sample (Momirovi¢, Volf, & Dzamonja, 1992) are given in
Table 1.

Table 1. Level of anxiety

Mean Std. Deviation N
Current sample 94.8 22.743 111
Normative sample 76.7 22.95 772

The t test results confirmed that prominence of anxiety in a current
sample is above the average obtained on a normative sample (t(881) = 7,778,
p<.0001).

Descriptive statistics results on exam grades and students’ satisfaction
with their exam performance are presented respectively in Table 2 and
Table 3

Table 2. Obtained grades

Grade Frequency Percent Valid Percent Cumulative Percent

5 60 54,1 54,1 54,1
6 19 17,1 17,1 71,2
7 18 16,2 16,2 87,4
8 9 8,1 8,1 95,5
9 5 4,5 4,5 100,0
N 111 100,0 100,0
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Table 3. Students satisfaction with own exam performance

Satisfaction Frequency Percent Cumulative Percent
1 8 7,2 7,2
2 13 11,7 18,9
3 36 32,4 51,4
4 47 42,3 93,7
5 7 6,3 100,0
Total 111 100,0

Legend: 1 — not satisfied at all; 2 — not satisfied; 3 — neither dissatisfied neither
satisfied; 4 — satisfied; 5 — completely satisfied

As it could be seen from the results presented in the Table 2, the
majority of students (54,1%) did not pass the exam and none of them
obtained the highest grade (10). 42,3% of students stated that they were
satisfied with how they did on the written exam (Table 3), and 6.3 that
they are completely satisfied.

Table 4 contains the results on the level of expression of certain
exam coping strategies.

Table 4. Level of expression of exam coping strategies

Min Max Mean Std. Deviation
Emotion-focused 1.14 5.00 3.107 .909
Problem-focused 1.50 5.00 3.685 737
Imagination/distraction 1.00 471 2.778 .936
Assistance seeking 1.00 5.00 1.871 .860
N 111

The results of ANOVA with repeated measures shows that there
was a statistically significant difference regarding the level of expression
of certain coping strategies (F (3, 330) = 100.836, p< .001). The results of
a post hoc test (Fisher’s least significant difference procedure) are presented
in Table 5.

Table 5. Differences in the level of expression of the exam coping strategies

Exam coping strategies Mean Diff. Std. Error
Emotion-focused Problem-focused -.578" .090
Imagination/distraction .329" .087
Assistance seeking 1.236" 120
Problem-focused Imagination/distraction .907" 116
Assistance seeking 1.814" 120
Imagination/distraction  Assistance seeking .906" .103

The mean difference is significant at the .05 level.
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The results of the post-hoc test show that the most prominent is the
problem-focused coping strategy and that the least expressed one is the
assistance seeking one (Table 5).

The correlations of exam coping strategies with satisfaction with exam
performance were also investigated. The obtained results indicated that
satisfaction with one’s performance is in the statistically significant negative
correlation with Emotion-focused (r=-0.191, p<.05) and Imagination/
distraction (r=-0.207, p< .05) coping strategies.

Finally, it was investigated whether certain exam coping strategies and
satisfaction with their own performance could be statistically significant
predictors of the grade students obtained on the exam. Regression analysis
results are presented in Table 6.

Table 6. Predictors of exam grade — results of regression analysis

Predictors Model summary R p

Performance satisfaction 232 <.05
Emotion-focused R=.333; R?=.111; AR?*= 121 527
Problem-focused .069 .017 .816
Imagination/distraction F (5,110) = 2.626; p<.05 -.241 <.05
Assistance seeking 011 752

Note. R — Multiple Correlation Coefficient;
R? — coefficient of multiple determination; AR? — adjusted coefficient of multiple
determination; B — standardized regression coefficient

Results showed that the predictive model is statistically significant and
that the combination of predictors explains 11.1% of the total variance of the
grade obtained in the exam. Statistically significant predictors proved to be
satisfaction with their performance as positive and coping strategy
Imagination/distraction as a negative one.

DISCUSSION

One of the main goals of this investigation was to examine whether
there was a difference in the level of expression of certain exam coping
strategies among students. Primarily, the above-average result on the a
scale directs toward a presumption that the upcoming exam initiated
students’ defense reactions, i.e. that they experienced a kind of pre-exam
anxiety. This result gave initial justification for further data analysis,
because it confirmed that students appraised the testing situation as
stressful. The results of the repeated measures ANOVA that served to test
the differences in the expression of the Exam coping strategies subscales,
proved to be significant. The most prominent one was the problem-focused
strategy, followed by Emotion-focused, while the least expressed was the
assistance seeking strategy. Vranje$ (2012) conducted an investigation
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with the identical instrument as the one that was used in this research, and
her results matched those obtained here. With the same instrument, Beara
and Baji¢ (2014) replicated this result. Zeidner’s (1996) research data also
showed that students employed significantly more problem-focused
responses than emotion-focused coping and more problem-focused than
avoidance coping responses. This result is also in line with the idea that
expected stressful events (in this case exams), compared to unexpected
ones, are perceived as more under control, so that in those situations people
tend to use problem focused coping strategies (Compas et al., 2001;
Folkman, 1984).

Results also indicated that satisfaction with one’s performance was
in the statistically significant negative correlation with Emotion-focused
and Imagination/distraction coping strategies. In other words, the more
students involved themselves in strategies whose aim was to affect the
emotional arousal associated with the stressful situation (e.g. trying to
manage feelings of anxiety, nervousness, and helplessness), or in those
strategies which distanced them from the task, the less they were satisfied
with their performance. Similarly, Crego et al. (2016) came to the results
that emotional coping strategies are negatively associated with students’
exam-related self-efficacy. After introducing various results, Brougham,
Zail, Mendoza, and Miller, J. R. (2009) infer that, in general, avoidance and
emotional expression as college students’ coping strategies in response to
stress were found to be maladaptive. This conclusion is also in accordance
with the result obtained in current research on the correlation of anxiety and
these coping strategies, which was found to be statistically significant and
positive.

The results of linear regression analysis showed that two independent
variables were significant contributors to the prediction of students’ grades —
satisfaction with one's own performance and Imagination/distraction coping
strategy. In the proposed regression model, as expected, Performance
satisfaction proved to be positively correlated to the obtained grade. In line
with this finding are the results of Crego et al. (2016) who concluded that
those students who perceived themselves as more efficient in completing
examinations reported better grades. Imagination/distraction coping strategy
proved to be the negative correlate of the obtained grade in current research,
and the same result on the relation of these coping strategies with academic
achievement were obtained by Vranjes (2012). In their research Folkman and
Lazarus (1985) confirmed that imagination coping strategy was related to
lower exam grades. Cohen et al. (2008) obtained the similar result that
avoidance coping (imagination and distraction could be seen as a form of
avoidance) adversely affected test grades.

Doron et al. (2009) review of the previous studies results should also
be mentioned here. Namely, they argued that those results, in general,
indicated that problem-focused coping responses yielded more positive
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outcomes. In the case of the current study, no such evidence was found.
Considering the highest level of expression of the problem coping strategies,
one could expect that students’ grades should be far better. Besides that,
although more than 50% of them did not pass the exam and none of them got
the highest grade (10), only 18,9% of them, immediately after the exam was
finished, stated that they were not satisfied with how they did.

Spielberger and Vagg's (1995, cited in Genc, 2014) in their
Transactional Process Model of exam anxiety claim that the student
perceives the exam situation through his subjective prism and accordingly
experiences it as more or less threatening. That depends on his personal
characteristics, but also on the situational characteristics (such as attitudes,
skills and competencies of learning and exam-taking), which could largely
determine how much a student is prepared for the exam and how he
perceives and estimates his possibilities for satisfactory achievement. In
that context, some questions lack an answer here. The first is how hard
students studied for the upcoming exam. Besides that, the meaning of
“satisfactory” could vary from one student to another. The students who did
not even expect to pass the exam, were satisfied with their achievement
considering the time and effort they put in the exam preparation.

Also, one must bear in mind the process of secondary appraisal.

Secondary appraisal activity is a crucial feature of every stressful
encounter because the outcome depends on what, if anything, can be
done, as well as on what is at stake (Lazarus & Folkman, 1984, p. 35).

Therefore, secondary appraisal process outcomes could be quite
different from those of primary appraisal. As Zeidner (1995) stated “... to
truly understand coping with exams, we need to understand the main
threat meanings of a particular examination context” (p. 129). In this
case, it was the first of three examination periods in the school year, so
students had chances to retake it. In other words, stakes were low. Associated
with all the above mentioned is the obtained result about the least prominence
of assistance seeking coping strategy. Considering that this subscale contains
guestions that imply using illegal means (like coping from others), one could
raise doubt about the students’ deliberate and honest answering.

The general inference that could be drawn from this research is
that although the obtained results indicated that the problem-focused
strategy is the most prominent one, the imagination/distraction strategy is
the one that had the most influential negative impact on exam performance.
No matter the explanation here, it is important to have in mind Berry and
Kingswell’s (2012) remark that, although coping strategies can be different
across and within situations, individuals may have the tendency to use
habitual methods of coping. As a part of improving the academic potential
of students, Berry and Kingswell (2012) stress the importance of identifying
those who are prone to engage in maladaptive strategies of coping with
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exam-related stress and second to help them develop more functional
methods. For example, the seemingly superficial intervention of writing
about testing worries immediately before taking a test, significantly improved
the students’ exam scores, especially for those habitually anxious about test-
taking (Ramirez & Beilock, 2011). Educational institutions, before all, should
and must be the main propagators in processes of making students more
conscious about strategies they use when facing the exam situation and
teaching them to use the more appropriate ones.

Limitations and conclusions. Giving socially desirable answers is one
of the problems pestering almost all studies based on self-report questions.
Nevertheless, current results markedly differ from those commonly obtained
in various studies that Problem-focused strategies have a positive effect on
performance. As it was already mentioned, at least two questions lack
answers: How hard did the students prepare for the upcoming exam? and
What does satisfactory mean for each of them? Besides that, coping is a
process comprised of different phases, so there is always a possibility that
coping strategies used in the situation of actually taking the exam are quite
different from those appraised as commonly used in the exam situation after
it was finished. In that context, post-exam anxiety results should also be
included in future research.

The sample size and its convenience certainly do not allow the
generalization of the results. However, the data obtained here have the
potential to point out the possible directions for developing strategies
aimed to help students to deal with exams more efficiently and generally
with those situations in life, which require some kind of evaluation.
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CYOYABAIBE CA HCIIUTHOM CUTYALIUJOM
N YCIIEHHHOCT CTYJAEHATA HA UCIIMTY

Musimna Pucruh, Biraruna 31aTkoBuh
VYuusepsurer y Humry, [lenaromku dakynrer Bpamy, Permy6mmka Cpbuja

Pe3ume

Kana ce Hal)y y ctpecHoj cuTyamnmju koja moapasyMeBa HEKy BPCTY IPOIIEHE, Kao MITO
je To cHTyanuja mojiarama UCIHTA, CTyEHTH KOPUCTE Pa3iMIHiTe CTPaTeruje CyoyaBama
ca cTpecoM, urja epuKacHOCT Moxe OuTH pasimunTa. Heke o OBHX cTpartermja momMaxy
MM Y NIPEBa3UIIKEIbY CTPEca y CHTYalUjH MIPOLCHUBAba U YCMEpaBajy UX Ka JOJIKeHhY
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JI0 TIO3UTHUBHOT' HCXO/1a, IOK APYTe MOTY YKJbYUHBATH MaJaJalTHBHA TOHAIIAMKA, KA0 IITO
Cy OZIBNIaYCH:E TTAXKELE 1 H30eraBarbe.

Jlazapyc u @onkman (Lazarus & Folkman, 1984, p. 141) nedunmy npesrnanaBame
Kao ,,CTATHO MCH-ah¢ KOTHUTHBHUX U OMXCBHOPAIHUX HAIOpa Kako O ce M3alllio Ha Kpaj
ca Creur(pUIHIM CTIOJhAllIFbHM W/HITH YHYTPAILELIM 3aXTEeBUMa KOjU Ce TIPOLCEbY]jy Kao
omnrrepehyjyhu Wil TONMMKO TEIIKH Jia MpeBasmia3e pecypce KojuMa ocoda pacromiaxke”.
JIBe rnaBHe (yHKIMje NpeBiafaBama (CyouaBarma) ofpeleHe cy kao ycMepeHe Ha eMOLH-
je u yemepene Ha npobinem. I[Ipema Jlazapycy u ®@onkmany (Lazarus and Folkman, 1984),
YKOJIMKO 0ocoba He Bepyje J1a Hoce/yje pecypee a aleKBaTHO OTOBOPH HA 3aXTEBE CHUTY-
anyje Kojy je IpoleHmIa Kao CTpecHy win oceha HemocTaTak KOHTpodIe, Ta ocoba he Haj-
BEpOBaTHHjE MPHMEHNTH CyOUaBame YCMEPEHO Ha eMonyje. Y CyNpPOTHOM, YKOJIMKO OCO-
0a MMa Bepe y COICTBEHE KamaluTeTe Ja u3alje Ha Kpaj ca M3a30BOM, BEpOBaTHO je ja he
FCH OJI'OBOP OUTH CyouaBarme yeMepeHo Ha mpobiieM. Linsb oBor ucTpaxkuBama OHo je 1a
CE HMCMHUTA MOCTOjake¢ CTATHCTUYKH 3HAYQJHUX Pas3jivKa y CTEHEHY M3PaKEHOCTH II0jeIH-
HHX CTpaTeryja CyodaBamba ca HCIUTHOM cHuTyaujoM Mehy crynentuma. Takohe je ucnm-
TaHa KOpeJalja CTpaTernja CyoyaBama ca 3a10BOJECTBOM COTICTBEHHM MOCTHTHYheM, Kao
U JIa JIY TIOjeIMHE CTpaTeryje CyodaBarba 1 3a10BOJGCTBO COIICTBEHNM ITOCTHTHyheM Mory
OUTH CTATUCTHUYKHU 3HAYAJHH MPETUKTOPH OICHE KOjy j€ CTYICHT TOOUO Ha UCIHUTY. ¥Y30-
pax je oOyxsaruo 111 crynenara apyre roquse Ilenaromkor dakynrera y Bpawy, npu
yeMy je 28 cryneHara MymKor noia u 83 cryzeHTa jsxeHckor noia. Kao Mepa aHKCcHO3HO-
CTH, YHja je OCHOBHA HaMeHa Oulia 1a ce IIPOBEPH J1a JIU CY CTYICHTH MPOLCHIIN UCITHTHY
CHTYyalHjy Kao CTpecHy, KopuiiheHa je o-ckaia n3 KOH6 6arepuje (Momirovi¢, Wolf and
DZzamonja, 1992), kojy cy CTyIEHT HOIYHIUIH HETIOCPEIHO Ipe ucnuTa. HakoH 3aBpiieHor
MICMEHOT WCIHTa, CTyACHTHMA je 3amata Ckaia cyodaBama ca MCIHTHOM CHTYaIlHjOM
(Sori¢, 2002). OBa ckaia je HAMEGHCKH KOHCTpYHCaHa 3a MPOLICHY CTpaTeruja CyoyaBama y
crielpUIHOj CUTYalMji MHCMEHOT MCIIMTHBAMa 3Hakba Y IIKOJIU U CACTOjU Ce U3 YeTHPU
CyIICKaJIe: CyOo4YaBamhe YCMEPEHO Ha eMOLHje, CyOouaBame YCMEePEeHO Ha IpodiieM, UMaru-
HalWja/IuCcTpaKiyja, Tpakemwe momohu. Ha kpajy cy cTyneHT umanu 3agaTax Ja nporeHe
KOJIMKO CY 33JI0BOJbHU THME KaKO Cy YPa/IHIIH MMCMEHH HCIIHNT.

Pesyirrar t-Tecta moTBpAMO je TIOCTOjarhe CTATUCTHYKY 3HaYajHE PA3IUKe Y N3paKeHO-
CTH QHKCHO3HOCTH M3Mel)y HCIIMTaHMKa y TPEeHYTHOM M HOPMaTHBHOM y30pKy OBakaB pe-
3ynTar JoOHjeH Ha oi-CKaJIH MOTBP/HO je N1a CYy CTYACHTH MPOIEHIIN HCIUTHY CUTYaIH]y
Ka0 CTPECHY, ILITO je MOCTYXUJIO Ka0 MHUIMjATHO OIPAaBJIamke Jla Ce HACTaBH Ca JajboM
aHAIN30M Ioziataka. Pe3ysaraTtn AHOBE ca TIOHOBJEEHHM MEPEHEM YKa3alu Cy Ha MOCToja-
1€ CTaTUCTUYKHY 3HaYajHHUX PA3NIMKa y U3paXKEHOCTH TI0jeJMHUX CTpaTeryja cyouaBama ca
ucrmtaoM curyanujoM (F (3, 330) = 100,836, p < 0,001). Opze je HajuspakeHuja Ouia
CTpaTeruja Cyo4yaBarmbe yCMepeHo Ha IPpoOiieM, 0K je HajMarbe H3pakeHa Owla CyoyaBame
TpakereM romohu. TTokazaso ce U 1a je 3a10BOJBCTBO CTY/IeHaTa TUME KaKo CY ypauin
TECT Y HETaTHBHO] CTATHCTUYKH 3HAYajHO] KOPENALMjH ca CTpaTerrjaMa CyouaBarma Koje
cy yemepene Ha emormje (r=—-0,191, p < 0,05) u crparernjama cyodaBarba MaruTarmbe/ u-
crpakuuja (r =-0,207, p < 0,05).

CTaTUCTUYKY 3HAYajHH MPEAMKTOPH OLEHE KOjy Cy CTYIEHTH JOOWIM Cy 3aI0BOJb-
CTBO ypaljeHHM HCIIHTOM, Kao mo3utrBHH npeauktop (B = 0,232; p < 0,05), u crpareruja
CyouaBama MAaIITare/IUCTPaKIja, Kao HeratuBHu npemukrop (B = —0,241; p < 0,05).
Mormno 6u ce pehu 1a, ako Cy pe3yJTaTd yKa3ajiM Ha TO Ja je CyouaBambe YCMEpPEeHO Ha
npo0IIeM HajIBpaKEHUje KOJI CTy/IeHaTa, CyOYaBamke MAlITaRke/IUCTPAKIHja je OHO Koje
VMa HajHEraTUBHHH YTHIIaj Ha yCIIeX (CYOjeKTHBHO M 00jEKTHBHO MPOICHCH) Ha MCIIUTY.



